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Abstract
Recruitment training and self-monitoring skills have proven to be effective methods of
decreasing off-task behavior and increasing work productivity and positive teacherstudent interactions. Teaching students to recruit teacher attention provides an
opportunity for the teacher to praise the child or to offer instructional feedback.
However, research on this topic has not examined its utilization and effectiveness in
children diagnosed with Attention-Deficit/Hyperactivity Disorder (ADHD). Using a
multiple baseline across subjects design, the present study will examine the effectiveness
of training students with ADHD to monitor task progress and recruit teacher attention.
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Introduction
Teachers generally give frequent verbal feedback to students, both positive and
negative. Increasing teacher praise and attention has been found to be an effective means
of changing classroom behavior and performance (Alber & Heward, 1997, 2000; Craft,
Alber, & Heward, 1998; Hrydowy, Stokes, & Martin, 1984). Teacher praise and
attention plays an important role in many interventions designed for students with
Attention-Deficit/Hyperactivity Disorder (ADHD). Furthermore, altering teacher
attention and interactions is a key target in recruiting reinforcement.
Thomas, Becker, and Armstrong (1968) suggested that combining praise for
appropriate behavior, while ignoring inappropriate behavior could successfully reduce
disruptive classroom behavior. The authors measured effects of teacher behavior on the
students’ classroom behaviors by systematically varying approving and disapproving
types of teacher behavior. Results show that approving teacher responses served a
positive reinforcing function in maintaining appropriate classroom behaviors while
disruptive behaviors increased each time approving teacher behavior was withdrawn.
The authors’ findings emphasize the important role of the teacher in producing and
maintaining appropriate classroom behavior. Research has shown that teacher praise is
generally effective with learners of every age. Praise is often a major component in most
interventions targeting school children and research has shown that contingent teacher
praise and attention can produce significant improvements in children’s appropriate
classroom behavior (Masden, Becker, Thomas, 1968; McAllister, Stachowiak, Baer, &
Conderman, 1969; Zimmerman & Zimmerman, 1962). Although praise has been proven
effective, rates of verbal praise remain low. White (1975) addressed the use and rates of
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teacher praise in the general education classroom. Summarizing the results examining 16
observational studies of approval and disapproval rates of teachers, he found that the
overall rate of teacher approval was generally high for first and second grade teachers but
that a sharp decline was apparent in third grade classrooms and remained consistent into
the high school grades. Also, teachers’ rate of disapproving statements surpassed the rate
of praise once in third grade. Other studies comparing teacher approval and disapproval
in special education and other exceptional settings also found low rates of praise (Gable,
Hendrickson, Young, Shores, & Stowitschek, 1983). Anderson, Evertson, and Brophy
(1979) found that only 10% of correct academic responses were followed by teacher
praise.
One major limitation of encouraging teachers to increase their praise is that it
places the entire responsibility of noticing and praising appropriate behavior on the
teacher. Rather than focusing on changing teacher behavior, recruitment training
attempts to teach students to monitor their own behavior and prompt teachers to praise
them. When a task is completed, students are encouraged to cue or “recruit”, teachers to
review their work. Recruiting may result in a two-fold experience for students; they may
receive praise from the teacher for satisfactory work and behavior and may be provided
with an opportunity to receive instructional feedback.
One way of addressing learning and behavior challenges in the classroom is to
teach children strategies for regulating themselves and their environment. This has been
addressed before by providing students with self-management and recruitment skills
training (Alber & Heward, 1997). Recruiting involves teaching children to solicit
feedback and praise from an adult (usually a teacher) on the quality of their work (Alber,
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et al., 1999). Teaching students to recruit reinforcement has been studied using a variety
of ages, disabilities, and settings (Alber, et al., 1999; Connell, Carta, & Baer, 1993; Craft,
Alber, & Heward, 1998; Morgan, Young, & Goldstein, 1983; Seymour & Stokes, 1976;
Stokes, Fowler, & Baer, 1978). One area that has gone overlooked in the literature is
training students with Attention-Deficit/Hyperactivity Disorder (ADHD) to recruit
teacher attention. Although a number of different teacher managed and self-managed
interventions have been studied in the ADHD population, teaching self-monitoring with
the intent of recruiting has not been addressed. This study aims to evaluate the effects of
training elementary school students with ADHD to self-monitor and recruit teacher
attention on their productivity. The following literature review first discusses research on
student recruitment of teacher praise. The symptoms of ADHD and ways of improving
classroom behavior are then discussed.
Recruitment of Teacher Praise and Feedback
Students of various abilities and ages have learned to evaluate their performance
and recruit attention from teachers and others in an array of settings (Alber & Heward,
2000). Seymour and Stokes (1976) were the first to train students to prompt teachers to
attend to them. The authors first taught three adolescent girls living in a juvenile
detention facility to work productively in different vocational areas while monitoring
their work output. The researchers originally hypothesized that improved student work
productivity would result in increased positive interactions with and praise by the staff.
The authors also hypothesized that increased praise would, in turn, function to maintain
their positive work habits. However, the authors found that staff did not increase their
praise or positive interactions despite students’ improved productivity. Consequently, the
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students were taught to prompt the staff for feedback on the quality of their work. With
the addition of cuing, staff praise for good work increased and the girls’ productivity
improved further (Seymour & Stokes, 1976).
Stokes, et al. (1978) taught four preschoolers to evaluate the quality of their work
and cue their teachers by raising their hands and making statements such as, “Have I been
working carefully?” The children mastered the cuing skills and approximately 90% of
the students’ cues received teacher praise. The accuracy and amount of student work also
increased although they were not specifically targeted as part of the intervention. In a
second experiment, Stokes et al. (1978) taught four preschoolers with academic and
behavior problems to successfully recruit teacher praise and attention in a regular
preschool classroom. The results showed an increase in the rate of recruited teacher
praise, but academic productivity did not change.
Connell, et al. (1993) taught cuing skills to four preschoolers who frequently
failed to complete tasks during transitional periods (e.g., starting to clean up when told).
Training in self-evaluation resulted in increased task completion during training but
produced limited generalization to the actual classroom. The four children were then
taught to recruit teacher praise (e.g., saying “I’m done” and approaching the teacher for a
hug) following a positive self-assessment of performance. To assess their performance,
children were instructed to mark either a happy or sad face on a poster for each target
behavior based on his or her opinion of self-performance of that behavior. An accurate
assessment occurred when the child’s opinions agreed with the experimenters’. The selfassessment with recruiting phase resulted in an upward trend in active task engagement in
the classroom by the children and increased amounts of teacher attention. Connell et al.
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(1993) evaluated the social validity of the treatment by having the teachers rate the
children each week on the “Subjective Units of Irritation Scale” (Sherman & Cormier,
1974). All four children received their best (i.e. “least irritable”) ratings during the selfassessment with recruitment phase. This suggests that the teachers viewed the children’s
efforts to recruit praise positively.
Researchers also have examined recruitment training in upper elementary and
middle school students (Alber, Heward, & Hippler, 1999; Craft, Alber, & Heward, 1998;
Harchick, Harchick, Luce, &Sherman, 1990; Hrydowy, Stokes, & Martin, 1984; Morgan,
Young, & Goldstein, 1983; Wolford, Heward and Alber, 2001). Morgan, Young, and
Goldstein (1983) trained three boys with behavior problems to prompt their teachers for
help, to praise their teachers after receiving help, and to prompt their teachers for
approval for academic and social performance. The students were trained through
modeling and role-play and were given praise, feedback, and access to special activities
for engaging in recruiting behaviors in the classroom. All three boys exhibited
significant increases in recruiting behavior. There was also an increase in the amount of
instructional feedback given. After the intervention was removed, both student and
teacher behaviors were maintained over baseline levels.
Hrydowy, Stokes, and Martin (1984) taught six fourth graders to cue positive
feedback from their general classroom teacher. Subjects were required to complete
portions of an academic activity, evaluate the quality of their completed work, and
prompt the trainer for positive feedback. An increase in the rate of teacher praise was
recorded for four subjects. Spontaneous generalization of cuing in the classroom
increased the percentage of sessions in which cueing occurred for five subjects; instructed
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generalization increased cuing for four subjects. The authors did find a decrease in the
rate of praise during instructed generalization. However, the rate of praise did exceed
that of baseline for three of the subjects.
Harchik, Harchik, Luce, and Sherman (1990) taught four autistic boys, ages 9 to
13 years, to recruit praise from the staff in a community based home. The students were
trained to ask questions (“How did I do?”) and make statements (“Check it out!”) that
might cue adult praise after they completed a variety of activities. Teaching occurred
during a structured session in a community home. Specific target skills and self-care
activities were based upon the individual goals for each child. Prior to teaching the
children to request feedback, the researchers taught the targeted skills through a series of
trials. Once the skill had been successfully mastered, rather than praising the child, the
experimenter prompted the child to cue praise. For example, after the completion of a
correct reading trial the experimenter said, “John, say ‘Did I do a good job?’” The
response was modeled and practiced until executed correctly. Over successive sessions,
the model was faded and eventually omitted. After the children cued correctly, they were
praised for emitting the cue and correct performance. After an incorrect trial, simple
correction and practice procedures were used. Training the students to cue attention
resulted in the students increased recruiting across several untrained activities and
settings. Almost 50 % of the cues given by three of the boys were successful in
producing praise and 84 % of the fourth child’s cues were followed by praise. Harchik et
al. (1990) demonstrates that even students with severe disabilities can learn to recruit
positive adult attention and to generalize this skill to different activities and settings.

6

In a related study, Craft, Alber, and Heward (1998) trained fourth graders in a
general education classroom with developmental disabilities to recruit teacher attention
while they worked on spelling assignments. Students were taught to present their work to
the teacher and make statements such as, “How am I doing?”, or “Look, I’m all
finished!” Students were allowed to show their work two to three times per session.
Training consisted of modeling, role play, error correction, and praise. Training
increased the frequency of the students’ recruiting, the frequency of teacher praise
received by students, the percentage of worksheets completed and the accuracy of
worksheets completed.
In another study, four middle school students with poor academic performance
were taught to recruit teacher attention while they worked on assignments in two general
education classrooms (Alber, Heward, & Hippler, 1999). Training consisted of
modeling, role-playing, corrective feedback and praise and took place over two days.
The students were taught to show their work to the teacher two to three times per session
and to cue teachers to evaluate their performance (e.g., “How am I doing?”). The
children were instructed to recruit three times during the class period. Prompt cuing
cards contained three boxes and students were told to check a box each time they asked
the teacher to look at their work. Training increased the rate of recruiting and increased
teacher praise and instructional feedback. Recruiting also increased the accuracy of the
students’ work. The strength of Alber, et al. (1999) is that they utilized a prompting card
to teach and maintain behavior but lack in relation to the current study because it did not
examine whether or not the continuous use of the card is needed.
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Alber and Heward (1997) outlined ways to teach self-evaluation and recruitment
skills. In training students to assess their performance, the authors recommend preparing
an individualized checklist for the student and requiring them to complete the checklist as
they complete their work. For example, once the student completes the necessary steps
on the checklist (i.e. 1. correctly added the first column of numbers. 2. carried second
digit to top of next column. etc.), then the student can recruit the teacher. Another way to
encourage appropriate self-assessment is using visual inspection. When the student is
done with the assignment, he scans his work for skipped or incomplete problems before
being able to raise his hand for the teacher.
The researchers also outline recommendations that should be considered in the
training phase of teaching students to recruit feedback and praise. The first is to teach
students when and when not to cue. Students should cue the teacher only after a
substantial part of their work is completed. The second is “how to cue”; the traditional
hand raise is appropriate because it is already a part of most students’ repertoire. Third is
“what to say to the teacher”. Students should be taught various statements or questions
that are likely to prompt positive feedback from the teacher. Examples include, “How is
this work?”, or “Please look at my work.” The fourth component is “how to respond to
the teacher’s feedback”; students should be taught polite appreciation responses, like
saying “Thank you” or “I’m understanding these problems, thanks!” The fifth
recommendation is “how often to cue”; cuing should be allowed at a rate of one to a
maximum of three times during a 20-30 minute work period (Alber & Heward, 1997).
Wolford, Heward, and Alber (2001) trained four middle school students with
learning disabilities to recruit positive attention from peers during cooperative learning
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groups. The authors measured the effects of training on student recruiting, academic
productivity, and praise and instructional feedback from peers. Each student in the study
was placed in a cooperative learning group with three general education peers. The
students were taught a 3-step sequence for recruiting peer attention. After a student
successfully recruited peer assistance on two consecutive days the researchers began
programming for generalization. In the generalization phase, the special education
teacher reminded the students to recruit at least twice, but no more than four times,
during the work period. The morning prompts and end of the day checks and rewards
were gradually faded and terminated during maintenance phase. The results of Wolford
et al. demonstrated that with training, the four students increased peer recruiting and their
peers provided substantially more instructional feedback. The students’ productivity and
accuracy also increased after mastering recruiting peer attention. This study relates to the
current study in that they faded the use of prompts to examine maintenance of recruiting
behaviors.
Overall, the literature attests to the effectiveness of teaching students to recruit
teacher attention and praise in increasing these behaviors as well as improving
productivity and positive teacher-study interactions (Alber, Heward, & Hippler, 1999;
Connell, Carta, and Baer, 1993; Craft, Alber, & Heward, 1998; Harchick, Harchick,
Luce, &Sherman, 1990; Hrydowy, Stokes, & Martin, 1984; Morgan, Young, &
Goldstein, 1983; Seymour and Stokes, 1976; Stokes, Fowler, and Baer, 1978). These
findings have shown that recruiting praise may be an effective tool for reinforcing new
and appropriate behaviors. Unfortunately, studies evaluating student recruitment have
been limited to certain academic problems and limited diagnoses. Recruitment skills
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training has not been examined in students diagnosed with ADHD. The requirements for
recruiting positive teacher attention (finishing a certain criteria of work, checking work,
appropriately signaling teacher) challenge the problems that many students diagnosed
with ADHD exhibit (difficulty sustaining attention in tasks, failure to follow through on
instructions, failure to finish school work, easily distracted by extraneous stimuli, and
making careless mistakes in school work, etc.)
Attention Deficit/Hyperactivity Disorder
Attention Deficit/Hyperactivity Disorder (ADHD) is one of the most common
psychiatric disorders affecting children and adolescents in the United States (Panksepp,
1998). ADHD is the most common reason children are referred to mental health clinics
in the United States, accounting for nearly 50% of all child referrals to outpatient clinics
(Barkley, 2002; Frick & Lahey, 1991). The primary symptoms of ADHD include
inappropriate levels of inattention, impulsivity, and hyperactivity. Children diagnosed
with ADHD are at risk for a number of problems including learning problems, low
academic achievement, and low self-esteem (Frick & Lahey, 1991).
According to the Diagnostic and Statistical Manual of Mental Disorders, Fourth
Edition Text Revision (DSM- IV TR), Attention-Deficit/Hyperactivity Disorder consists
of two major groups of symptoms which are inattention and hyperactivity-impulsivity
(American Psychiatric Association, 2000). ADHD is divided into 3 types based on the
presence or absence of at least 6 symptoms in each symptom group (i.e., inattention and
hyperactivity-impulsivity). The three types of ADHD are predominantly inattentive,
predominantly hyperactive-impulsive, and combined-type. In order to diagnose any type
of ADHD, some symptoms must be present in the child before the age of 7 and
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symptoms must have been present for at least 6 months (APA, 2000). The core deficits
of ADHD include impulsive responding to external stimuli or internal wishes or needs,
and lack of rule governed behavior in a variety of settings (Barkley, 1994). Children with
ADHD often have difficulty sustaining attention in tasks or play activities, make frequent
careless mistakes, talk excessively, have difficulty awaiting turn, and have difficulty
following through on instructions (APA, 2000).
Depending on the method of assessment, prevalence of ADHD is estimated at 37% of all school-aged children (APA, 2000). ADHD is three to six times more
commonly diagnosed in males compared to females (Breen & Altepeter, 1990) and is
additionally more diagnosed is children from ethnic minority backgrounds than
Caucasian (Samuel, Curtis, Thornell, George, Taylor, Ridley Brome, et al., 1997).
A large extent of research suggests that ADHD negatively affects the academic
performance of children. Differences in performance of students with ADHD include
lower grades, grade repetition, underproductivity, and placement in special classes or
resource classes (Barkley, 1997). Additionally, children diagnosed with ADHD are more
likely to suffer from increased rates of negative interactions with teachers, lower levels of
on-task behavior, and poor delay of gratification (Barkley, 2002). These difficulties can
be noticeable in free-play settings but are more likely to be apparent in settings which
require sustained attention and repetitive tasks (Barkley, 2002). The long-term prognosis
is often not positive with up to 30% of diagnosed children failing to complete high school
(Weiss & Duncan, 1992).
Psychostimulant drugs have become a common form of treatment for ADHD.
Numerous studies have demonstrated the effectiveness of stimulant medication in
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increasing on task behaviors, and increasing academic accuracy and completion
(Johnson, Handen, Lubetsky, & Sacco, 1994; Pelham, Carlson, Sams, Vallano, Dixon, &
Hoza, 1993; Pelham, Vodde-Hamilton, Murphy, Greenstein, & Vallano, 1991).
Although medication may be beneficial in the immediate treatment of ADHD, it has been
concluded that there are no long term benefits associated with stimulant medication
(Pelham et al., 1991). Research suggests that a combination of both psychostimulants
and behavior intervention may be the most effective treatment of managing ADHD in the
classroom (Pelham et al., 1993).
Many behavioral and academic interventions have been designed to increase
appropriate behavior and academic performance in children (Abramowitz & O’Leary,
1991). Accelerative interventions, like praise and tangible rewards, and reductive
procedures, like time-out and removal of privileges, have both proven to be effective.
Time-out is a highly researched and well documented intervention (Hobbs and Forehand,
1975; MacDonough & Forehand, 1973; Northup, Fusilier, Swanson, Huete, Bruce,
Freeland, et al., 1999) and refers to a period of time in which the student is removed from
having access to reinforcers like enjoyable activities or tangibles. Abramotwitz &
O’Leary (1991) outline certain parameters than influence time-out effectiveness. One
parameter that is pertinent to its effectiveness as a classroom intervention is that time out
is contingent on each instance of an infraction and requires the student to be quiet
throughout the specified period. This process can be time consuming and difficult for a
teacher in a classroom because his or her attention is taken away from the other students
in the classroom. If time-out becomes too time consuming it becomes an inefficient
intervention for penalizing classroom behavior (Barkley, 2000).
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The purpose of this study is to examine the effectiveness of using recruitment
training to target on-task behavior, academic work, and task completion in students
diagnosed with ADHD. Recruiting reinforcement training procedures have been adapted
to work in a number of different settings with various populations but the literature has
not examined its effectiveness in children with ADHD. This study aims to teach children
with ADHD to effectively evaluate their work progress and cue teacher attention for
praise or instructional feedback. It is hypothesized that: 1) recruitment training will lead
to an increase in the frequency of recruiting inquiries emitted by the students, 2)
increased recruitment will lead to an increase in the frequency of teacher praise and
instructional feedback received by students, 3) increased recruitment will lead to an
increase in the completion and accuracy of academic work, and 4) increased recruitment
will lead to an increase in the rate of on-task behavior exhibited by the students. Overall,
it is hoped that this study will provide evidence that despite symptoms related with the
diagnosis of ADHD, students with ADHD can learn, execute, and maintain recruiting
skills.
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Method
Subjects and Setting
Five second and third graders participated. Participants were all AfricanAmerican males and ranged from ages 6 to 8; two participants were second graders and
three were third graders. Participants were referred by their teachers using the following
criteria: 1) current diagnosis of ADHD, 2) typically underproductive behavior during
independent work time, and 3) high rates of off-task or disruptive behavior exhibited in
the classroom environment. Two teachers referred six students and five of the students’
parents consented to evaluation and participation (see Appendix A).
A diagnosis of ADHD was made by a clinical psychology intern and a licensed
practicing psychologist. All five students were diagnosed with ADHD based off of a
structured parent interview from the Anxiety Disorders Interview Schedule for DSM-IV
Parent Interview Schedule – Externalizing Disorders portion (Silverman & Albano,
1996), unstructured teacher interview, classroom observation, and the following
questionnaires completed by the child’s parents and teachers: Connors’ Parent Rating
Scale – Long Form (CPRS – R:L), Connors’ Teacher Rating Scale – Short Form (CTRSR:S) (Connors, 1997), Achenbach Child Behavior Checklist (CBCL), Achenbach
Teacher Report Form (TRF) (Achenbach, 1991) (see Appendices B-F). These
questionnaires are empirically based assessment measures of child behavior problems.
The technical manuals provide cut-off scores for each of the diagnostic tools that indicate
when a child’s problems are clinically significant. All participants demonstrated
significant academic and behavior problems at home and school and met DSM-IV criteria
for a diagnosis of ADHD. None of the students had received any treatment for behavior
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problems, inattention, or any other psychiatric problems. None of the participants were
taking psychostimulant medication during any part of this study.
Recruitment training was conducted in the school library. The primary setting
was the students’ classroom where data on student behavior was collected during
mathematics. Two of the second graders were in the same math class during the same
period.
Dependant Measures
Observation coding system. Student and teacher behavior was coded using 10second intervals on a partial interval basis. Observers recorded the following events:
off-task, disruptive, recruiting appropriately or inappropriately, unsuccessful recruitment,
recruited teacher praise, nonrecruited teacher praise, and instructional feedback (see
Appendices G and H). On-task behavior was defined as intervals in which neither offtask nor disruptive behavior occurred. Observers recorded the starting and ending time
for each work session. The students were allowed a maximum of 10 minutes to do their
work. After 10 minutes, the teacher collected the worksheets.
Completion and accuracy of academic work. After teaching new material, the
teacher assigned the entire class independent seatwork from worksheets or a related
workbook. To measure for completion, all assigned work was able to be scored by
counting the number of digits correct. Percentage of completion was calculated by
counting the number of digits answered and dividing the total number of possible digits
and multiplying by 100. Using an answer key provided by the teacher, the primary
researcher scored the accuracy of each student’s assignment by calculating the number of
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correct digits answered, divided by the total number of digits completed and multiplying
by 100.
Observational Procedures
Each child was observed in the classroom during independent work of
mathematics for a total of 34 observations. Relative to the students’ performance in
baseline, the number of observations per phase varied. At the beginning of each work
session, the student was allowed to retrieve a prompting card from an envelope near his
desk. This card had a space for the students name and three boxes. The other side of the
card had instructions reminding the student how to assess his performance and cue the
teacher (see Appendix I). Students had 10-minutes to complete their work. Once the
teacher collected the work, the student was allowed to put the used prompt card in a
separate envelope near his desk.
Observer training.

Observers were undergraduate and graduate students in

psychology. All observers were blind to the purpose of the study, with the exception of
the experimenter who assisted in collecting the reliability data. Observers were required
to meet an 85% agreement criterion during training prior to the beginning of the study.
Interobserver agreement. Interobserver agreement was collected for 30% of all
sessions. Interobserver agreement was calculated on an exact interval-by-interval basis
for occurrence and nonoccurrence for each participant and for each response definition.
Interobserver agreement was scored by dividing the total number of agreements by the
total number of agreement plus disagreements and multiplying by 100. Interobserver
agreement was classroom observations was 96.7% (range, 86% to 100%).
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Experimental Conditions
Design. A multiple baseline across subjects design was used in order to compare
the effects of recruitment training on various on-task behaviors and work completion.
Intake Interview.

Prior to assessment, parents of the referred children were

interviewed and the purpose of the study was explained.

Parents were told of the

intervention details and the behaviors that were being examined. Informed consent was
obtained, parents were interviewed about their child’s behavior, and questionnaires were
sent home (see Appendices A, B, C, and E).
Teachers were also interviewed about the child’s academic and behavioral
performance in class. Questionnaires were administered to the teachers (see Appendix D
and F). Teachers were blind to the purpose and specific intervention details of the study
but were told that observers would be collecting data to record independent seat work
habits and that students will be receiving training in self-management at some point
during the study.
Baseline.

Students were observed in their classroom while working

independently on assigned math classwork. Observers were located in an unobtrusive
position in the classroom. No alterations were made to interfere with the students’
normal classwork.
Self-assessment and recruitment training. Training was conducted individually
with each student during an available time, over two consecutive days. Before training
began child assent was obtained (see Appendix A). Complete training protocol is listed
in Appendix J. Training consisted of four parts:
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1. Self-monitoring was taught using instruction and practice. First, the trainers
discussed the rationale and benefits of self-monitoring with the student,
encouraging the student to think of reasons why self-monitoring could be
beneficial.

Then the trainers taught the steps involved in assessing his

academic work. The steps involved visually dividing up his worksheet into
two or three parts, scanning work progress, and checking for errors and
skipped problems.
2. Recruitment training was taught using instruction and role play which
consisted of discussing with the students why asking for the teacher to look at
his work could be beneficial and discussing rationale of recruitment, teaching
the student how to recruit teacher attention, instructing the appropriate and
inappropriate times/situations to do so. Trainers used modeling and role-play
to help the student understand and master the concepts. Training criterion was
achieved when the student could successfully complete and execute 100% of
the necessary steps involved in training.
3. Practice and prompting utilized a blank card with three boxes which the
student was instructed to retrieve from a nearby envelope and place on the
corner of his desk. Students were then instructed to place a check in each box
after a successful recruitment attempt. The limit of recruits was set at three in
order to prevent the students from over-recruiting.

The students then

practiced with the trainers completing work sheets, assessing performance,
and cuing teacher attention.
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4. At the end of the training session, the students were offered a small treat or
trinket as a training reward.
The primary researcher and other assistants involved in the training used a
checklist to observe and assess implementation of the recruitment training
protocol. Accuracy of implementation of the training steps was calculated using
the checklist and was 100% for all students.
Student Recruiting. At the beginning of the independent work session, the student
was allowed to retrieve a prompt card from the envelope and placed it in the corner of his
desk.

Once the student had assessed his work, he could cue the teacher.

If he

successfully recruited the teacher, he placed a check in one of the boxes. At the end of
the work session, once the teacher had collected the worksheets, the student then placed
the used card in a separate envelope.
No prompt card. To determine whether recruiting behavior was acquired or
whether visual prompting was necessary to maintain recruiting behavior, the child was
told that they could continue to recruit teacher attention if they wanted to, but that they
were not required to do so and that the prompting cards were no longer available.
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Results
Four of the five subjects completed the entire course of the study. Neil and Jason
were introduced to the use of recruiting first, followed by Mark and Ryan. Cameron was
introduced to recruiting last due to several absences in the beginning of the study. All of
the subjects, with the exception of Cameron, were introduced to the final phase,
recruiting without the use of the prompting card. During this phase, the students were
given work as usual and instructed to complete the assignment. On the first day of the
phase, they were told that they could continue cuing the teacher if they wanted to but that
there were no more cards left to use.
Recruiting Behaviors
Figure 1 shows the average number of successful recruits for each subject during
baseline, treatment, and no prompt card (maintenance). As seen in Figure 1, none of the
subjects demonstrated evidence of recruiting during baseline. During the treatment phase,
the subjects’ recruiting increased to an average of 2.8 recruits per observation session,
with Neil recruiting the most (2.9 recruits per observation) and Cameron recruiting the
least (2.6 recruits per observation). During the prompt card fade phase where the
monitoring card was removed, recruiting behavior decreased to an average of 1.5, with
Jason recruiting the most (2.3 recruits per observation) and Cameron recruiting the least
(1.6 recruits per observation).
Recruited and Nonrecruited Praise
Figure 2 presents the percentages of recruited praise during baseline, treatment,
and no prompt card phases. All participants’ recruited praise increased significantly over
baseline rates and averaged 7.7% of intervals during treatment and 5.9% without the use
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Figure 1. Average Number of Recruits per Observation Session

of the prompt card. More specifically, the percent of intervals in which praise was
recruited increased to 10% for Neil, 8% for Jason, 7% for Mark, 7% for Ryan, and 7%
for Cameron. After the extinction of the prompting card, Neil received an average of 8%
recruited praise, Jason 8%, Mark 4%, and Ryan 5%. Thus, with training recruited praise
significantly increased and was maintained at high levels after removing the prompt card.
Nonrecruited praise did not occur for any of the subjects during the course of the
study and is therefore, not represented.
On-Task Behavior
As seen in Figure 3, all 5 participants demonstrated on-task behavior averages
below 50% during baseline. On-task behavior increased to over 90% for all 5 subjects
with the introduction of recruitment training. Neil’s level of on-task behavior during
baseline averaged 47%, which increased to 95% during treatment and was maintained at
93% after the prompt card was extinguished. During baseline, Jason averaged 46% on
task, and rose to an average of 97% with the introduction of recruitment training.
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and remained stable without the prompting card at 94%. Mark’s on-task behavior
averaged 39% during baseline; with recruitment training his average increased to 93%
and without the prompting card, rose to 96%. Ryan’s on-task behavior averaged at 44%
prior to treatment. His average increased to 93.5% with the introduction of recruitment
training and decreased to 88% without the use of the prompting card. During baseline,
Cameron demonstrated an average of 43.7% on-task behavior. This increased to 93.2%
after recruiting training. As stated before, due to time restrictions during the course of
the study, Cameron was not observed without the prompting card.
Academic Completion and Accuracy
Figure 4 and 5 represent the percentages of work completed and accuracy for each
of the 5 subjects. During baseline, the participants generally either completed the
majority of their work, but did so incorrectly, or did not complete their work. The data
represented in Figure 4 and 5 show the range of variability between completion and
accuracy for each of the subjects during baseline. However, accurately completed work
increased at remained consistently high throughout treatment and maintenance phases.
Neil produced low levels of complete and accurate work during baseline,
averaging 58% completion and 42% accuracy. With recruitment training, his completion
and accuracy rates increased to an average of 95%. During maintenance he averaged
92% completion and 84% accuracy. Jason attempted to complete an average of 57% of
his work, with an accuracy of 48%. During treatment, work completion rose to 95% and
accuracy rose to 90%. Upon removal of the prompting card, his average of completed
work slightly decreased to 88%, but accuracy of work increased to 93%. During
baseline, Mark completed an average of 44% of his work and accurately did so at an
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average of 40%. This was both the lowest completion average and lowest accuracy
average of all five subjects. After recruitment training, Mark completion average rose to
92% and his accuracy average rose to 82%. When not using the prompting card, Mark’s
completion average decreased to 82% (still 38% higher than baseline) and his accuracy
average continued to increase to 94%. Ryan completed an average of 56% of his work
during baseline, and did not accurately at 53%. After recruitment training, his
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completion average rose to 89% and his accuracy average rose to 88%. Without the use
of the prompting card, his completion average increased to 90% and his accuracy average
decreased to 79%. Cameron, the last student to complete recruitment training, was
averaging 51% completion and 46% accuracy during baseline. After training, his
completion average increased to 81% and accuracy average increased to 83%.
Instructional Feedback
Figure 6 presents the average percent of intervals in which instructional feedback
was given to each subject. Several of the subjects received variable rates of instructional
feedback during baseline, altering between days where the teacher spent several minutes
providing instruction to the child on the material and days where little feedback was
provided.
During baseline, Neil received an average of 3.6% of the intervals, and remained
approximately the same during treatment and maintenance. Jason received the least
instructional feedback during baseline, averaging 2.4%. After recruitment training, his
average increased to 4.3% and further increased to 6.1% when the prompt card was
discontinued. Mark received an average of 2.7% instructional feedback during baseline.
After training, feedback increased to an average of 5.6% and decreased without use of the
prompt card to 3.6%. During baseline, Cameron received 4.7% instructional feedback
and after recruitment training received 8.2%. Overall, there was no consistent pattern in
the amount of instructional feedback given across the various treatment conditions.
The data collected presents a different picture of Ryan’s received instructional
feedback in comparison with other subjects. During baseline, Ryan received very high
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rates of instructional feedback, averaging at 14%. The teacher typically spent almost two
minutes of each 10-minute work period correcting and re-instructing Ryan on the
assignment. However, after recruitment training, his received instruction feedback
average decreased to 8.73% and without use of the prompting card, averaged 8.2%.
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Discussion
The study examined the efficacy of recruitment training for increasing teacher
praise and on-task behavior of children with Attention-Deficit/Hyperactivity Disorder.
All five children received recruitment training. Four of the five went through a period
where they were told they could still recruit if they wanted to, but were not prompted to
do so. The fifth child did not experience this phase due to time limitations. This final
phase was executed to determine whether recruiting behavior was acquired or whether
visual prompting was necessary to maintain recruitment behavior.
The results showed all five children learned to recruit and utilized it with and
without the availability of the prompting card. Additionally, all four subjects who were
given the option to continue recruiting without being prompted to do so maintained the
behavior. Data showed that recruitment training led to an increase in recruiting behavior
by all five students. After recruitment training, all students recruited two to three times
per session. In a typical classroom setting, this rate may be excessively high, and could
become somewhat time consuming for the teacher. When the prompt card was no longer
available students recruited teacher feedback somewhat less often, averaging between 1.6
and 2.3 recruits per 10-minute work period. This rate, although lower, is more suitable
for the general classroom environment.
Data on classwork showed that recruiting resulted in increased accurate work
completion. For four of the five students, accurately completed work was variable during
baseline. Students either completed their work quickly, but inaccurately, or they failed to
complete their work. Accurate work completion was more consistently obtained after
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recruitment training. Neil, Jason, Mark, and Ryan sustained increased work accuracy and
completion during the final phase of the study.
Data also supported the hypothesis that increased recruitment would lead to
increased on-task behavior. During baseline, on-task behavior averaged between 39.3%
and 46.6%. Post-recruitment training data revealed that all students exhibited significant
increases in on-task behavior, averaging between 93.1% and 96.5%. Furthermore, when
the prompting card was removed, on-task behavior remained high, for a range of 88.2%
and 96.2%.
As hypothesized, increased recruitment led to increased teacher praise received by
students. The data showed a direct effect between increases in recruiting and teacher
praise. None of the five students received teacher praise during baseline (a total of 66
baseline observations). However, marked increases in teacher praise occurred during
treatment. Decreases in recruiting observed during the maintenance phase, corresponded
with decreases in teacher praise, especially for Neil, Mark, Ryan, and Cameron.
Teacher praise only occurred when recruited and did not occur at all for any
subject during baseline. The only time any student was praised was after asking a cueing
question. This observation supports the notion that teachers often miss opportunities to
praise desired student behaviors (Craft, Alber, & Heward, 1998). Further, when
examining that students continued to recruit without the availability of the prompting
card, students found something desirable about receiving attention from the teacher,
whether praise or instructional feedback.
Instructional feedback during maintenance varied for each student, but generally
remained higher than baseline rates, with the exception of Ryan. Ryan received
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considerable instructional feedback during work session during baseline. However,
instructional feedback during treatment decreased. Feedback remained lower than
baseline during the final phase. For Ryan, praise increased with recruiting, along with
increases in work completion and accuracy. Therefore, it may be that Ryan did not need
high levels of instructional feedback during treatment because he completed his work
without assistance.
As suggested by previous research, not all attempts at recruiting will be responded
to, especially in the beginning of utilization. Neil and Jason are case examples. Neil and
Jason were in separate grades and instructed by separate teachers. On the first day of
recruiting, post-training, both Neil and Jason increased in their on-task behavior
significantly. Neil and Jason both attempted to recruit during the work session, but both
students were not acknowledged by the teacher and received neither praise nor
instructional feedback. The next day, these teachers were asked to call on the students
when their hand was raised. This was done in order to ensure that the students would at
least get to practice recruiting in the actually classroom environment and outside of
training. This proposal was suggested by Alber and Heward (1997) in order to promote
generalization into the classroom setting. This prompting was effective for both teachers
who attended to attempted recruits the following day.
In should also be noted that once recruitment training was completed, all subjects,
when recruiting, would recruit appropriately. During baseline inappropriate recruitment
did not occur for any of the subjects. This would have included shouting out answers,
calling out for the teacher, or getting out of his seat to ask the teacher a question. Posttraining, if recruiting was attempted – with or without the prompting card – it was also
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done so appropriately. This could, in part, be due to the use of modeling and roleplaying of appropriate and inappropriate recruitment during training.
Clinical Implications
The results of this study support and extend the findings of previous research
showing that children with Attention-Deficit/Hyperactivity Disorder can be taught to
appropriately recruit teacher attention, despite any difficulties experienced with
impulsivity, inattention, or hyperactivity. These results are especially significant because
of the maintenance of recruiting once given the option to stop if they so wished. It also
supports that while the use of a prompting card to remind students how to cue and the
number of times they may do so is helpful, it might not be necessary for such a prompt to
be used on a daily basis. The four students given the option of recruiting without a
prompting card did so, and at more acceptable rates.
A limitation of this study is that students were not assessed prior to training in
order to determine the function of teacher attention in relation to reinforcing off-task or
disruptive behavior. Students were referred for screening to determine eligibility based
on teacher referral. Students referred were described as having high rates of off-task or
disruptive behavior and low rates of work completion or accuracy. Future research
should examine the utility of a functional analysis in determining the function of teacher
attention as a reinforcer.
Another limitation of this study is that there was no assessment for generalization
of recruiting in other academic classes. Extensions in this topic should examine
intermittent and delayed reinforcement in promoting generalization. Future research
should also examine the necessity and extent of use of prompting cues.
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Training students to recruit teacher attention is a relatively low-effort, low-cost
intervention. Students can be trained in one to two 20-minute training sessions. In this
study, the student executed every step but one. He retrieved his prompting card, he
reviewed his own work, he appropriately cued the teacher, and then asked an appropriate
cuing question. The teacher was simply the respondent to the cuing; this suggests that
recruitment training could be especially useful in classrooms where teacher resources are
strained and student improvement may be overlooked. Students with AttentionDeficit/Hyperactivity Disorder come in contact with low rates of teacher praise and are
often overlooked when demonstrating appropriate behavior. For students with AttentionDeficit/Hyperactivity Disorder, recruitment training can increase the likelihood of
coming in contact with an important and powerful form of reinforcement in the
classroom.
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Appendix A
Consent Forms
Louisiana State University Health Sciences Center Consent Form
Parent Consent Form
1. Study Title: Teaching Elementary Students with Attention-Deficit/Hyperactivity
Disorder to Recruit Teacher Attention: Effects on Teacher Praise, On-Task
Behavior, and Academic Accuracy
2. Performance Sites: Children will be recruited on a voluntary basis. The study
will take place in the classroom of the East Baton Rouge Parish school of the
participating child.
3. Names and Telephone Numbers of Investigators: If you have questions
concerning this form or the study, please contact Mary Lou Kelley, Ph.D. or
Angie Pellegrin at (225) 358-1321 on Monday through Friday, 8:00 a.m. to 4:30
p.m.
4. Purpose of Study: The purpose of this research study is to examine the
effectiveness of recruitment skills training with elementary school children who
meet criteria for Attention-Deficit/Hyperactivity Disorder. The treatments used
on your child will attempt to increase his or her performance at school. Your
child’s behavior in the classroom and his or her classwork will be studied. This
study will evaluate the effectiveness of this treatment in increasing your child’s
appropriate behavior and work completion in the classroom. Elementary school
children in grades one through three, their parents, and their teachers will
participate in this study. This study will involve between 5 and 8 students, their
parents, and their teachers.
5. Subjects:
A. Inclusion Criteria: Students will be including in the study contingent
on meeting criteria for Attention-Deficit/Hyperactivity Disorder.
B. Exclusion Criteria: Students will be excluded from the study if they
do not meet criteria for Attention-Deficit/Hyperactivity Disorder.
C. Maximum Number of Subjects: 8
6.

Descriptions of Study Procedures: If you and your child decide to participate
in this research study, you will first be asked to fill out several questionnaires
regarding your family and your child’s behavior. Your child’s teacher will be
contacted and asked to participate as well. She will fill out similar questionnaires.
If your child is eligible to participate, he or she will meet the researcher during
school hours to receive training in self-monitoring and recruiting teacher
attention. If your child is eligible to participate, he or she will meet the researcher
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during school hours to receive training in self-monitoring and recruiting teacher
attention. Your child will be provided a small reward for his or her participation
in training. Then, over a three to five week period, your child will be reminded to
recruit teacher attention once a day during an academic task.
7. Benefits to Subject: Possible benefits of participating in this research project
include increases in your child’s classwork completion and accuracy and an
improvement in classroom behavior. The intervention being using is designed to
encourage the increase in on-task behavior and past research has shown that this
is an effective intervention. Not only may your child personally benefit from
participation, the results of our study will add to the literature on treating children
with ADHD and classroom interventions.
8. Risks to Subject: It is possible that your child will not appreciate or want to
utilize the intervention being used in this study. He or she will most likely be one
of two or three students in the classroom using this technique. This may make
him or her feel different from the rest of the children in the class. It is also
possible that your child will begin to enjoy using the recruitment techniques and
may also enjoy the additional attention (praise or instruction) he receives from the
teacher.
9. Measures Taken to Reduce Risks: If your child does feel different or distressed
about participating in something different from the rest of the class, a clinician
will be available to discuss his or her feelings and help him or her determine if he
or she wishes to continue participating.
10. Subject’s Right to Refuse to Participate: Study subjects may refuse to
participate from the study at anytime without jeopardizing, in any way, their
academic regimen or placement in the classroom. You and your child may decide
not to participate in this study. There will be no penalty if you do not wish your
son or daughter to be in the study, and he or she may withdraw at any time during
the study.
11. Subject’s Right to Privacy: All information is gathered strictly for research
purposes only. The privacy and confidentiality of all subjects will be protected.
Only the researchers involved in this study will have access to participants’
information. The results of this study may be published, released to a funding
agency, or presented in a scholarly fashion, but the privacy of the participants will
be protected and their names will not be used in any manner. Data will be kept
confidential unless release is legally compelled.
12. Financial Information: There is no cost for participation in the study, nor is
there any compensation to the subjects for participating.
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13. Withdrawal: You or your child wish to withdraw from the study at any time
without jeopardizing, in any way, their academic regimen or placement in the
classroom.
14. Subject Removal: Your child will be removed from this study if his or her
teacher refuses to participate. Also, if your child is on psychostimulant
medication to treat ADHD he or she may be removed from the study if the
medication dose is changed during the course of the study.
15. Alternatives to Participation in the Study: If you and your child choose not to
participate in this study, no consequences or changes in your child’s academic
regimen will occur.
16. Unforeseeable Risks: N/A
17. Study-associated injury or illness: N/A
18. Study-related illness or injury: N/A
19. New Findings: Finding from the study will be shared with participants at the
conclusion of the study if requested.
20. Signatures:
“The study has been discussed with me and all my questions have been answered. I
may direct additional questions regarding study specifics to the investigators. If I
have questions about subjects' rights or other concerns, I can contact Robert C.
Mathews, Chairman, LSU Institutional Review Board, (225) 578-8692. I agree to
participate in the study described above and acknowledge the researchers’ obligation
to provide me with a copy of this consent form if signed by me.”

_____________________________
Signature of Parents/Guardian

__________________
Date

“The study subject has indicated to me that he/she is unable to read. I certify that I
have read this consent form to the subject and explained that by completing the
signature line above, the subject has agreed to participate.”
_____________________________
Signature of Reader

____________________
Date
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Louisiana State University Health Sciences Center Consent Form
Teacher Consent Form
1. Study Title: Teaching Elementary Students with Attention-Deficit/Hyperactivity
Disorder to Recruit Teacher Attention: Effects on Teacher Praise, On-Task
Behavior, and Academic Accuracy
2. Performance Sites: Children will be recruited on a voluntary basis. The study
will take place in the classroom of the East Baton Rouge Parish school of the
participating child.
3. Names and Telephone Numbers of Investigators: If you have questions
concerning this form or the study, please contact Mary Lou Kelley, Ph.D. or
Angie Pellegrin at (225) 358-1321 on Monday through Friday, 8:00 a.m. to 4:30
p.m.
4. Purpose of Study: The purpose of this research study is to examine the
effectiveness of an intervention on school children’s classroom behavior and
academic work. Elementary school children in grades one through three, their
parents, and their teachers will participate in this study. This study will involve
between 5 and 8 students, their parents, and their teachers.
5. Subjects:
A. Inclusion Criteria: Students will be including in the study contingent
on meeting criteria for Attention-Deficit/Hyperactivity Disorder.
B. Exclusion Criteria: Students will be excluded from the study if they
do not meet criteria for Attention-Deficit/Hyperactivity Disorder.
C. Maximum Number of Subjects: 8
6. Descriptions of Study Procedures: You will be asked to refer students who
experience high rates of off task and disruptive behavior. If one of your students
chooses to participate, you will be asked to fill out a questionnaire. You will also be
asked to participate in an interview about your student’s behavior. You will be asked
to administer worksheets each day to your class each day and collect these
worksheets.
7. Benefits to Subject: Possible benefits of participating in this research project
include increases in your student’s classwork completion and accuracy and an
improvement in classroom behavior. The intervention being using is designed to
encourage the increase in on-task behavior and past research has shown that this is an
effective intervention. Not only may your student personally benefit from
participation, the results of our study will add to the literature on treating children
with ADHD and classroom interventions.
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8. Risks to Subject: It is possible that your student will not appreciate or want to
utilize the intervention being used in this study. He or she will most likely be one
of two or three students in the classroom using this technique. This may make
him or her feel different from the rest of the children in the class. It is also
possible that your student will begin to enjoy using the intervention and may also
enjoy the additional benefit of completing his or her classwork.
9. Measures Taken to Reduce Risks: If the child does feel different or distressed
about participating in something different from the rest of the class, a clinician
will be available to discuss his or her feelings and help him or her determine if he
or she wishes to continue participating.
10. Subject’s Right to Refuse to Participate: Study subjects may refuse to
participate from the study at anytime without jeopardizing, in any way, their
academic regimen or placement in the classroom. The parent, child, and teacher
may decide not to participate in this study. There will be no penalty if you do not
wish to be in the study and you may withdraw at any time during the study.
11. Subject’s Right to Privacy: All information is gathered strictly for research
purposes only. The privacy and confidentiality of all subjects will be protected.
Only the researchers involved in this study will have access to participants’
information. The results of this study may be published, released to a funding
agency, or presented in a scholarly fashion, but the privacy of the participants will
be protected and their names will not be used in any manner. Data will be kept
confidential unless release is legally compelled.
12. Financial Information: There is no cost for participation in the study, nor is
there any compensation to the subjects for participating.
13. Withdrawal: You or your child wish to withdraw from the study at any time
without jeopardizing, in any way, their academic regimen or placement in the
classroom.
14. Subject Removal: The child will be removed from this study if his or her teacher
refuses to participate. Also, if the child is on psychostimulant medication to treat
ADHD, he or she may be removed from the study if the medication dose is
changed during the course of the study.
15. Alternatives to Participation in the Study: If you choose not to participate in
this study, no consequences or changes in the student’s academic regimen will
occur.
16. Unforeseeable Risks: N/A
17. Study-associated injury or illness: N/A
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18. Study-related illness or injury: N/A
19. New Findings: Finding from the study will be shared with participants at the
conclusion of the study upon requested.
20. Signatures:
“The study has been discussed with me and all my questions have been answered. I
may direct additional questions regarding study specifics to the investigators. If I
have questions about subjects' rights or other concerns, I can contact Robert C.
Mathews, Chairman, LSU Institutional Review Board, (225) 578-8692. I agree to
participate in the study described above and acknowledge the researchers’ obligation
to provide me with a copy of this consent form if signed by me.”

_____________________________
Signature of Parents/Guardian

__________________
Date

“The study subject has indicated to me that he/she is unable to read. I certify that I
have read this consent form to the subject and explained that by completing the
signature line above, the subject has agreed to participate.”

_____________________________
Signature of Reader

____________________
Date
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CHILD ASSENT FORM
I agree to be in a study about ways to help me behave in class and finish my work. I will
have to attend two to three training sessions during school. At these sessions I will be
taught how to assess my work and how to cue the teacher to come over and look at my
work. I will also be asked to keep a card on my desk and check it each time I cue the
teacher. I will receive a reward for going to the training sessions. If attending the
training session or using the card in class make me upset in any way, I do not have to be
in this study. I can decide to stop being in this study at any time without getting in
trouble.
______________________
Child’s Name and Age

_____________________
Child’s Signature
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_________________
Date

Appendix G
Behavioral Definitions
Student Behaviors:
Off-Task and Disruptive Behavior. Observers will record each occurrence of offtask or disruptive behavior. Off-task is defined as looking away from or stopping work
for 3 or more seconds. Disruptive is defined as any occurrence of one or more of the
following behaviors: (a) inappropriate vocalizations; (b) out-of-seat; or (c) playing with
objects. Inappropriate vocalization will be defined as any vocal noise or verbalization
that is not preceded by the child’s raised hand and/or acknowledgement from an adult.
Out-of-seat will be defined as the child’s full body weight not being supported by a chair,
and/or the child’s buttocks removed from the chair for at least 3s. Playing-with-objects
will be defined as touching any object that is not associated with an assigned task.
Student Recruiting. A recruiting response will be recorded each time a student
emits all three of the following behaviors in sequence: 1) raises his or her hand, 2) waits
quietly until teacher recognizes him or her either verbally or be moving to the student’s
desk within 20 seconds of the student’s hand raise, 3) voices a question or statement to
the teacher about his or her academic work (examples include: How am I doing? I don’t
understand this one? Would you please look at my work? Look, I am finished with my
work!) (Alber, Heward, Hippler, 1999). Recruiting responses will not be recorded if a
student: calls out teacher’s name, gets out of his or her seat, makes negative comments
about teacher, lesson or assignment (“This is stupid”), uses whiney voice, speaks too
quietly to be heard by teacher, speaks too loudly as to disrupt class, asks nonacademic
related questions (ex. bathroom), or interrupts the teacher when involved with another
student or adult.
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If a student emits all three behaviors correctly, Appropriate Recruitment (Rec)
shall be recorded. If a student performs step three without meeting the conditions of step
1 and 2, and the teacher responds, Inappropriate Recruitment (InaRec) shall be recorded.
If a students performs step 1 and 2, but is not recognized by the teacher, Recruitment
Attempt (RAtp) shall be recorded.
Teacher Behaviors:
Teacher Praise. Praise will be recorded each time the teacher makes any
statement to one of the target students that expresses approval, including but not limited
to: “Nice job”, “That’s right!”, “Looks good”, “I like the way you wrote neatly/are trying
hard”, and “You got them all right”. Praise will not be recorded if the teacher praises the
whole class or several students at a time (ex. group 3, the front of the class).
Praise will be recorded as: Recruited (PRec) – immediately following a student’s
recruiting prompt or question, or Nonrecruited (Pnon) – spontaneously initiated by the
teacher.
Instructional Feedback. Instructional feedback will be recorded each time a
teacher makes any statement to a target student relating to the academic assignment,
answers a question(s) about academic items, or provides corrective feedback to the
student about his or her work. Examples include, but are not limited to: “Remember to
carryover”, “Show me how you got that answer”, “This one is not right”, and “Try this
problem again”.
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Appendix H
Observational Coding System
The following student and teacher behaviors are included in the observational system.
STUDENT BEHAVIORS
Symbol

Behavior Category Label

OFF

Off-Task

DIS

Disruptive

Rec

Appropriate Recruitment

InaRec

Inappropriate Recruitment

RAtp
Attempt

Unsuccessful Recruitment

TEACHER BEHAVIORS
Symbol

Behavior Category Label

PRec

Praise - Recruit

Pnon

Praise – Nonrecruited

Fdbk

Instructional Feedback
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Instructions for conducting an observation
Each row on the observation form represents one 10-second interval. Each block
on the form represents one minute of recorded time. If the student takes longer than 10
minutes, the observer shall turn the observation form over and continue recording.
Behavior is to be coded continuously by 10-second intervals for the entire time it takes
the student to complete the independent academic task or until the teacher collects the
materials from the students.
Student off-task and disruptive behaviors are to be coded as occurring or not
occurring every 10 seconds. If the target student displays either (or both) off-task or
disruptive behaviors during the interval, circle OFF (for off-task) or DIS (for disruptive).
Student recruiting and attempts at recruiting shall be coded as one event, even if
the actions take place over more than one 10-second interval. If the student completes
the three steps of the recruiting process and successfully cues teacher attention, then
circle Rec (for appropriate recruitment). If the student calls out to the teacher, or does not
complete the three steps, then circle InaRec (for inappropriate recruitment). If the student
attempts to cue the teacher, but the teacher does not acknowledge him before he
continues working, then circle RApt (for recruitment attempt).
Teacher behaviors are recorded in the same manner as student recruiting. Praise
(recruited or nonrecruited) and instructional feedback shall be recorded continuously. If
the teacher praises a student following the student cueing him or her, then circle the PRec
(for recruited praise). If the teacher offers praise or positive acknowledgement to the
student without the student cuing him or her, then circle Pnon (for nonrecruited praise).
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If the student cues the teacher and the teacher offers instructional feedback related to the
academic task, then circle Fdbk (for instructional feedback).
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Appendix I
Prompt Card

Name _______________________ Date _________

(front of card)
Remember that you can cue the teacher 3 times while doing your worksheet
But first....
1. Check the problems that you have worked so far
2. Did you try to answer all of them?
3. Did you answer them correctly?
If both answers are yes, then you can raise your hand and cue the teacher
1. Raise your hand quietly
2. Wait for the teacher to call on you or come to your desk
3. Nicely ask her “How am I doing?” or another question that we talked
about
4. Remember to say “THANK YOU!”
(back of card)
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Appendix J
Training Protocol and Checklist
Self-monitoring
First the trainers will discuss the rationale of self-monitoring with the student.
Encourage the student to think of reasons why monitoring one’s progress could be
beneficial. Examples include: making sure you don’t skip any before you turn it in,
seeing that all parts of the problems are correct, realizing an error earlier in the
assignment rather than working all the problems incorrectly, etc.
Then, the trainers will use worksheets and depending on the material and steps
involved, teach and practice visually scanning to make sure problems are correct, asking
the questions: Did I answer these problems completely and perform all the steps?, Do the
answers look correct?, and Did I skip any? Also, teach the student to visually divide the
worksheet into three parts and pick out points that can serve as markers to scan and check
work.
Once the student can recite two reasons self-monitoring is helpful and
successfully assesses his work out loud for the trainer, the trainer can move onto the
recruitment training.
Recruitment Training
As before, first the trainers will discuss the rationale of why cuing the teacher to
look at his or her work is important. The trainer should encourage the student to think of
answers. Some examples are: so that the teacher can see that I’m working hard/correctly,
so the teacher can help me fix any mistakes that I might not have noticed, etc.
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Then the two trainers will teach the steps involved in cuing the teacher.
Following reviewing the steps, the trainers will model a scenario and begin role-play with
the student.
Once the student can recite two reasons why cuing the teacher is helpful and can
correctly demonstrate how to cue the teacher, the trainers can then move onto introducing
how to use the monitoring card and combining assessment and recruitment.
Monitoring Card
The directions on the card will be explained to the student. The student will be
instructed that he or she can cue the teacher a maximum of three times during the work
session. After each cue, he or she should put a check mark in one of the boxes. Then the
student will practice working worksheets, assessing work progress, cuing the teacher, and
marking the boxes.
After the student can correctly execute all steps of the process twice, training is
complete. The student shall be rewarded with candy or a small trinket for his or her
participation in training.
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TRAINING GUIDE
1. Self-monitoring
A. Discuss rationale: encourage the student to think of reasons why
monitoring one’s progress could be helpful
B. Using a worksheet, orally show the student how to scan work and ask the
questions:
- Did I answer these problems completely and perform all the
steps?
- Do the answers look correct
- Did I skip any?
C. Practice visually dividing and scanning worksheets with the student. Have
him or her orally ask themselves the questions and answer.
D. Have the student state two reasons why monitoring is helpful and have
him assess his work out loud for the trainer. If both are accomplished,
move to part 2.
2. Recruitment Training
A. Discuss rationale: encourage the student to think of reasons why cuing the
teacher to look at his work could be helpful
B. Teach the steps involved in cuing the teacher
1. raises his or her hand
2. waits quietly until teacher recognizes him or her either verbally or by
moving to the student’s desk within 20 seconds of the student’s hand raise
3. voices a question or statement to the teacher about his or her academic
work (examples include: How am I doing? I don’t understand this one?
Would you please look at my work? Look, I am finished with my work!).
**Improper actions include: calling out teacher’s name, getting out of his
or her seat, making negative comments about teacher, lesson or
assignment (“This is stupid”), using a whiney voice, speaking too quietly
to be heard by teacher, speaking too loudly as to disrupt class, asking
nonacademic related questions (ex. bathroom), or interrupting the teacher
when she is involved with another student or adult.
4. Encourage the student to say “Thank you!”, once the teacher is done
C. Model a proper recruiting scenario for the student
D. Role play a recruiting scenario with the student
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E. Have the student state two reasons why cuing the teacher to look at his or
her work could be helpful and have him properly execute the steps of
recruiting. If he can do both, move to step 3.
3. Combining Self-Monitoring and Recruiting with Use of the Monitoring Card
A. Show the student the monitoring card. Explain to him or her that the
backside contains information to help him remember how to assess his
work and then cue the teacher.
B. Explain to him or her that there are three boxes and that he can cue the
teacher over to his seat a maximum of three times during the work period.
Explain that after each time the teacher comes over, he is to put a check in
one of the boxes.
C. Practice the entire process with the student using the worksheets.
D. Once the student correctly demonstrates all the proper steps of assessment
and recruitment twice, reward the student by letting him or her choose an
item from goodie box.
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TRAINING CHECKLIST
Student’s Name ____________________________
Dates ____________________________________
1. Self-Monitoring
_____ Discuss Rationale of self-monitoring
_____ Orally show student how to scan work and ask assessing questions
_____ Practice visually dividing and scanning worksheets with student having
him orally ask and answer assessing questions
_____ Student can name two reasons why self-monitoring could be helpful
1. _________________________________________________________
2. _________________________________________________________
_____ Student can correctly and orally demonstrate how to assess his work
2. Recruitment Training
______ Discuss rationale of recruitment
______ Teach 4 steps involved in cuing the teacher
______ Model recruiting scenario
______ Role play with student
______ Student can name two reasons why cuing the teacher could be helpful
1. _________________________________________________________
2. _________________________________________________________
______ Student can correctly execute the steps of the recruiting process
3. Monitoring Card and Entire Sequence
______ Explain both sides of monitoring card
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______ Practice entire scenario using monitoring card
______ Student correctly performs entire scenario twice
___ ___ After working ## of problem, student stops and visually inspects
work
___ ___ Student raises his or her hand
___ ___ Student waits quietly until “teacher” recognizes him verbally or
by going to the student’s desk
___ ___ Voices appropriate question or statement about academic work
___ ___ Says “Thank You!”
___ ___ Places check mark in one of the boxes on monitoring card

_______________________________
Trainer’s Signature
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